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Preface

The Holmes Group grew out of a series of meetings and delibera-
tions a decade ago of a small group of education deans on the endur-
ing problems associated with the generally low quality of teacher
preparation in the United States. Their initial discussions focused
on the lax standards that continue to be tolerated. Weak accredita-
tion policies and practices and the historic indifference to teacher
preparation on the part of the major research universities received
special attention. Weak accreditation arrangements and the low pri-
ority assigned to teacher education at major universities were part of
the equation, and, in the end, this connection became the focus of
the group's initial work.

Over a three-year period, the deans, in consultation with many oth-
ers, saw that problems they faced were so great and complicated that
their solution would require a long-term commitment of like-mind-
ed institutions to a reform agenda. Thus, a plan was proposed for a
consortium, the Holmes Group, and a set of goals emerged. The
consortium wished to see nothing less than the transformation of
teaching from an occupation into a genuine profession that would
serve the educational needs of children. To this end, the deans
sought to align themselves with other organizations, agencies, and
institutions that supported their goals and general directions.

The consortium sought to provide the nation with teachers and
other educational specialists who have all the attributes of genuine
professionals--the knowledge, prestige, autonomy, and earnings that
accrue to competent people who are engaged in important matters
that are beyond the talent or training of the ordinary person. Those
educated at Holmes Group universities should be entrusted fully
with the education of their pupils and students. They would be per-
sons, who by talent and training could be fully responsive to imme-
diate demands of the classroom. They would make significant peda-
gogical and educational policy decisions because they would be com-
petent to make them and because no other person would be more
qualified or in a better position to make them.

Thus, the consortium became organized around twin goals: the
simultaneous reform of the education of educators and the reform of
schooling. It assumed that these reforms would prosper if the
nation's colleges and universities were committed to the education
of professionals who work in the schools. It assumed also, and
somewhat rashly perhaps, that teacher education programs would be
different in Holmes institutions for all the reasons that make these
institutions so academically powerful in every other respect. They
are institutions that attract more than their share of academically
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talented students; they have the faculty who, on the whole, are the
nation's most authoritative sources of information in their fields;
they command substantial resources; and in the case of education,
they are the institutions that have educated and will continue to
educate large numbers of university faculty for the professoriate in
education, A consortium of institutions that educate teacher educa-
tors was needed, if only to ensure that the teachers of teachers could
do their graduate work in institutions with exemplary teacher educa-
tion programs.

Bearing these points in mind, the deans recognized that powerful
forces worked against major reform years ago and now. One of these
forces was the dramatic increase in the demand for teachers that
occurred over the decade. If states and localities responded to this
demand as they had in the past by giving certification to unqualified
persons and allowing certified teachers to teach outside their fields
of competence, then efforts to reform teacher education would be
substantially undermined once again.

Another force that countered a major reform of teacher education
was, ironically, the education reform movement itself. The propos-
als for education reform suggested that attracting higher quality
persons to teaching was a key component--a recommendation the
deans endorsed as well. Reformers recommended in addition that
attention be given to stronger preparation in the liberal arts, ,
increased subject matter competence, better testing and assessment,
increased clinical experience, extended programs, differentiated
career opportunities, raising salaries, and the like. But until recent-
ly few of the reformers had seen that these issues were interrelated
and more complex than each by itself would suggest, because each
by itself could become a superficial and symbolic reform that could
actually worsen the problems it was meant to solve. The reform pro-
posals would fail, as they had in the past, because they attempt edu-
cation reform by simply telling teachers and everyone else what to
do, rather than by empowering them to do what must be done. And
they would fail because the reforms amounted to little more than
slogans that could be interpreted in ways that require little actual
change in the way schooling is conducted. Few molds were broken
and the key features of American education-universal compulsion
and group instruction-remain in place in the nation's 18,000 school
districts.

- The quality of teachers, of course, is tied to the quality of their edu-

cation and the deans could not improve teacher education very
much by changing colleges of education without changing, as well,
the universities, the credentialing systems, and the schools them-
selves. Almost everything had to change: the rewards and career
opportunities for teachers; the standards, nature, and substance of
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professional education; the quality and coherence of the liberal arts
and subject matter fields; and the professional certification and
licensing apparatus. They must be changed in mutually supportive
ways that in fact will yield the kind of educators we envision.

The policy changes recommended by reformers are only the first
stage of lasting reform. Regrettably, reform efforts often end with
the publication of a report. Past attempts at large-scale reform show
that changes imposed from above, without the concurrence and col-
laboration of those who must implement them, have limited and

unpredictable effects. Changes in the structure and content of

teacher education depend upon long-term and genuine reform
efforts by policy-makers, scholars, and practitioners, and for this rea-
son, the Holmes Group incorporated itself as a long-term regional
and national organization.

Members of the Holmes Group recognized that there would be many
mistakes, false starts, and unanticipated problems with their pro-
posed agenda. They also recognized that solutions that work in one
setting inevitably require adaptation to work in another setting, and
for this reason, each member's plan for achieving the group's goals
would be different. They foresaw that in the years ahead they would
learn much from each other about the strengths and limits of the
proposed agenda. Hence, the Holmes Group was born committed to
exploring a range of alternative solutions organized around five
themes and to sharing the outcomes of their experiments with our-
selves and with others.

In May 1986, the Holmes Group, published Tomorrow's Teachers,
which set forth their vision of good teaching, analyzed the obstacles
to attaining it, and recommended an agenda of actions. They issued
invitations to over 100 research universities to join a national not-
for-profit consortium that would support members in long-term
work to enact the agenda. More than ninety universities accepted
and the consortium was formed at a constituting conference in
Washington, DC, in January 1987.

What did Holmes Group universities commit
themselves to do?

Resolving to work in their own institutions for the professionaliza-
tion of teaching, Holmes Group members joined in implementing
the five goals set forth in the Group's manifesto, Tomorrow's
Teachers:

1. Make teaching intellectually sound.

C

Require that prospective teachers gain a broad, coherent liberal arts
foundation that incorporates enduring, multicultural values and
forms of inquiry, and that is taught to a depth of understanding that i
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Require that prospective teachers study the subjects they will teach
in depth and earn a bachelor's degree in at least one academic sub-
ject. Place that subject in a broad context of knowledge and culture.
Teach that content so that undergraduate students learn to inquire
about it on their own and to connect it with related subjects and
issues of value.

Present the study and practice of teaching in a coherent sequence of
courses that integrate research findings about learning and teaching
and that demonstrate how to select and shape particular content
knowledge into clear, challenging lessons for children and adoles-
cents.

Prépare teacher candidates--through their liberal arts, education
studies, and clinical experiences--to work with culturally and socio-
economically diverse students.

Give teacher candidates realistic, demanding, well-coached assign-
ments in classrooms. These should be long enough, complex
enough, and varied enough to prepare them to demonstrate success
with students who are different from themselves and for whom
school learning is difficult.

The Holmes Group does not prescribe that the start of professional
studies must be delayed until graduate school. In fact, many
Holmes members have designed new education programs that stu-
dents enter as sophomores or juniors and continue in postbaccalau-
reate studies and supervised internships. Nor does the consortium
propose that new teachers must have a master's degree before being
recommended for a teaching license.

Holmes Group institutions commit themselves not to a prescribed
structure for teacher education, but to making professional pro-
grams for school educators--initial preparation through continuing
education--a central mission of the school of education. This entails
critical rethinking of the existing content of professional preparation
programs. It means working with liberal arts professors and with
practicing teachers and administrators to devise programs that are
academically and professionally solid and integrated. That combina-
tion of academic and field experiences must be conceived to encour-
age a life of learning for educators and quality learning opportunities
for students.

In the education studies curricula, all Holmes institutions empha-
size the knowledge that has been gained in recent research on learn-
ing and teaching, and personal application of that knowledge in
carefully studied circumstances in the schools. The structures of
the programs vary, however, within and among Holmes institutions.
Preparation programs accommodate both young and older, career-
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- changing candidates, recognizing their differing backgrounds and

professional aims.

2. Recognize difference in teachers' knowledge, skill, and
commitment.

Structure internships and induction-year experiences so that begin-
ner teachers receive the assistance and supervision they need.

Bring talented and experienced teachers into partnership with the
university to tap their expertise and wisdom in helping to teach pro-
fessional courses, to supervise student and first-year teachers' class-
room work, and to participate in research at schools.

Prepare experienced teachers for advancement in their careers
through leadership roles in the schools where they teach. For
instance, teacher leaders may assist their fellow teachers to reflect
on or reorganize or enrich their teaching, to teach in teams or inter-
disciplinary groups, and to participate in making the school's
instructional decisions.

3. Create relevant and intellectually defensible standards of
entry into teaching.

Develop multiple evaluation instruments, measuring diverse kinds of
competence, for use at several stages: admittance to teacher educa-
tion, admittance to student teaching and to internship in a school,
and recommendation for a teaching license.

Work to prevent testing from discouraging or excluding minority
candidates from teaching. We take three tacks: 1) Develop more
comprehensive measures of proficiency in teaching. 2) Mount extra-
ordinary efforts to identify, prepare for college, and recruit students
of color who would make good teachers, and then finance and sus-
tain them throughout their teacher preparation. 3) Mount similar
efforts to make faculties of education more representative of minori-
ty populations.

Work for the replacement of standardized tests as licensing exams.
These minimalist tests, in use in many states, have little value in
predicting the future performance of beginning teachers. They do
not guarantee the public of a teacher's capability to teach, nor do
these exams indicate how well a teacher education program prepares
teachers.

4. Connect schools of education to the schools, and

Create Professional Development Schools, and working partnerships
among university faculty, practicing teachers, and administrators
that are designed around the systematic improvement of practice.
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These Professional Development Schools, analogous to teaching hos-
pitals in the medical profession, will bring practicing teachers and
administrators together with university faculty in partnerships based
on the following principles:

Reciprocity, or mutual exchange and benefit between
research and practice;

Experimentation, or willingness to try new forms of practice
and structure;

Systematic inquiry, or the requirement that new ideas be
subject to careful study and validation; and

Student diveristy, or commitment to the development of
teaching strategies for a broad range of children with differ-
ent backgrounds, abilities, and learning styles.

These schools will serve as setting for teaching professionals to test
different instructional arrangements, for novice teachers and
researchers to work under the guidance of gifted practitioners, for
the exchange of professional knowledge between university faculty
and practitioners, and for the development of new structures
designed around the demand of a new profession.

5. Make schools better places for practicing teachers to work
and learn.

Make partnerships with the teachers and administrators in particular
schools. Develop these as Professional Development Schools--regu-
lar but ambitious public elementary and secondary schools where
novice teachers learn to teach and where university and school fac-
ulty members together investigate questions of teaching and learn-
ing that arise in the school.

Revise the professional education of school administrators and other
professionals who work in schools so that they can recognize and
enhance professionalism in teachers and work in partnership with
university faculty to inquire into and invent new methods and struc-
tures for their schools.

What's different about a Professional Development School?

The term is meant to convey a school devoted to the development of
both novice and experienced professionals. In such schools, experi-
enced teachers, conscious of membership in a profession, help teach
and induct new members. Also, by pulling together and demonstrat-
ing their know-how, by questioning their assumptions and routines,
by taking part in research and development projects, they keep on
learning to teach. They contribute their experience and wisdom to
the profession's systematic fund of knowledge.
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The term implies a realistic setting conducive to long-term research
and development aimed at the improvement of all schooling. Ideal
principles to guide the design of a Professional Development School
are set forth in The Holmes Group's 1990 report, Tomorrow's
Schools.

Teaching and learning for understanding. All the school’s stu-
dents participate seriously in the kind of learning that allows one to
go on learning for a lifetime. This may well require major revisions
in the school’s curriculum and instruction.

Creating a learning community. The ambitious kind of teaching
and learning we hope for will take place in a sustained way for large

numbers of children only when classrooms and schools are thought-
fully organized as communities of learning.

Teaching and learning for understanding for everybody's chil-
dren. A major commitment of the Professional Development
School will be overcoming the educational and social barriers raised
by an unequal society.

Continuing learning by teachers, teacher educators, and
administrators. In the Professional Development School, adults
are expected to go on learning, too.

Thoughtful, long-term inquiry into teaching and learning by
school and university faculty working as partners. This is
essential to the professional lives of teachers, administrators, and
teacher educators. The Professional Development School faculty
working as partners will promote reflection and research on practice
as a central aspect of the school.

Inventing a new institution. The foregoing principles call for
such profound changes that the Professional Development School
will need to devise for itself a different kind of organizational struc-
ture, supported over time by enduring alliances of all the institu-
tions with a stake in better professional education

In the five years since the publication of Tomorrow's Schools, the
Holmes Group has been struggling with the implications of its
founding goals and principles about the nation's teachers and
schools for itself. How does our vision of tomorrow's teachers and
schools affect the design and operation of university-based colleges
and schools of education? What follows is our analysis of how uni-
versity based schools of education need to change if they are to
deliver on the promises made in Tomorrow's Teachers and
Tomorrow's Schools.

i6
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Dedication

Kathleen Devaney Edward ). Meade, Jr.
1928 - 1994 1930 - 1994

We dedicate this report to two seminal contributors to the Holmes
Group--Kathleen Devaney and Edward J. Meade, Jr.

Kathy joined the Holmes Group early on as its first full-time staff-
person. Her primary responsibility was production of the Holmes
Group’s quarterly journal, The Forum. As chief editor and writer,
Kathy composed each issue, either developing and writing the fea-
tures herself, or editing the work of others, or soliciting stories and
articles directly for publication. In pursuit of leads, Kathy attended
many regional and most national meetings, visited many campuses,
and got to know many of the deans and faculty on Holmes Group
campuses. Behind the scenes she served as wise counsel to the
Holmes Group leadership and Board of Directors, participating in all
their deliberations, producing reports of and input for meetings.
She contributed to the writing of many other Holmes reports, assist-
ed in planning many Holmes Group events, and generally served as
the connection among the national, regional and campus activities.
In all these capacities she came to know more about the actual
working of the Holmes Group at all levels than anyone else.

Ed served from the outset as one of the Holmes Group’s chief cham-
pions. First, as senior officer of the Ford Foundation, he made the
initial grants that helped launch the Holmes Group, participating in
the early deliberations that led to its creation. Then as private con-
sultant he established the Accountability Review Panel that provided
external evaluation and guidance to the group. Ed regularly attend-
ed Holmes Group meetings and acted as senior consultant on a wide
range of matters, from organization and management to strategic
planning to goal setting and vision-building. He helped connect the
Holmes Group to powerful external constituencies in the founda-
tion, corporate, association, and government worlds.

Kathy and Ed represented the best of the Holmes Group; they
embodied our central hopes and aspirations. To the Holmes Group
Kathy brought the instincts and experiences of a networker. She
long believed that good ideas and practices in education spring up
all over, that education is of necessity an intensely local affair, draw-
ing on the hearts and minds of individuals working in particular
contexts. Yet she also recognized the necessity for outside support
and resources, and for methods of sharing and spreading good work
from one locale to another. Her genius lay in identifying and mak-
ing known what others were doing, then putting them in touch with
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each other. Kathy saw the potential of the Holmes Group as a net-
work of learners, as a kind of nationwide professional development
project that linked teacher educators to one another around an
exciting but difficult and complex agenda for reform. Without
Kathy, this potential, founded in respect for the far-flung work of
many, never would have materialized. She was the voice of the
Holmes Group, the source of courage to us all.

Ed supplied a bracing, tough-minded critique of our efforts, together
with an unflagging faith in our mission. In a time of deep skepti-
cism about university professional education, he insisted on its
importance. And, he believed we were on the right track with the
principles we espoused. Yet Ed also pressed us continually to stay
true to our ideals and to examine honestly the progress we were
making, the troubles we were encountering. Every reform effort
worth its name requires a loving critic who both believes in the
endeavor but is willing to challenge the effort, staying alert to any
backsliding and weakening of resolve. Ed was the conscience of the
Holmes Group, calling it to account on behalf of its founding ideals.

Kathy and Ed were indispensable colleagues and helpmates in the

work accomplished. We will continue to miss them terribly in the
work ahead.
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Foreword

Tomorrow's Schools of Education describes our hopes and expecta-
tions for greatly improved professional schools for educators. These
new professional schools, "TSEs" as we call them in this day of
acronyms, are the kinds of university-based education schools
America needs in a time of greatly increased demand for better
learning. Students today must know and do more than their parents
ever did in school--and today's schools must meet higher standards
than their predecessors. Educators must be better equipped to meet
these increased challenges. They need better knowledge and know-
how for a changing world of work in schools--and they need the
modern technologies that enable them to work more efficiently and
more effectively in the interests of the young.

Over 1,200 institutions of higher education and a growing number
of non-profit corporations now educate teachers for work in
America's schools. Some offer excellent preparation for those who
teach. Others provide shoddy preparation that angers and embar-
rasses those who care deeply about the minds and welfare of
America's young. Quality control over the programs that educate
and screen educators remains notoriously bad and almost anyone is
allowed to prepare and screen those who teach our nation's children.
The voices of youngsters go unheard while adults who should act on
their behalf duck the inevitable controversies that must be faced to
ensure quality educators in every classroom of every public school in
America. When unqualified or incompetent teachers oversee chil-
dren's learning the children never fully recover.

These circumstances prompt two questions. Why do so many insti-
tutions want to prepare teachers and other educators? Why do pro-
fessional educators and reputable professional schools allow those of
ill-repute to continue? The answer to the first question is easy.
Many people besides the quality-conscious mount teacher education
programs because they are profitable. The education of teachers and
other educators is big business in a nation that employs over three-
million educators. Dollar signs flash in the eyes of those looking for
good market opportunities. Where else can you produce something,
or offer services, and not have to be accountable for the quality of
the product or services? In what other fields can you ignore effects
on clients or customers and pay no consequences? The reasons why
the education profession and the nation's good education schools
allow those of questionable integrity to continue are more compli-
cated.

This report tackles head-on the problem of uneven quality in the
education and screening of educators--and proposes what might be
done to correct it. The report does not pretend, of course, to solve
the problem but it launches a first offensive. It takes on the nation's
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leading universities that prepare teachers and the most influential
education leaders in America. Most of these institutions are permit-
ted to offer advanced graduate training, thereby supposedly ensuring
competence at the edge of the nation's most trustworthy educational
knowledge and expertise.

Our group is made up of about 250 institutions, or about one fifth of
the total that prepare and screen educators. Located in many of the
nation's most powerful universities, these schools of education pre-
pare teachers and other leaders to serve the nation's schools and to
become faculty in America's schools, colleges, and departments of
education. It is this one-fifth of the universities that we write about
here and challenge to be TSEs.

Tomorrow's Schools of Education speaks directly to and about these
250 institutions, challenging them to become consumed with a con-
science and commitment to quality, first in universities like their
own and then in others throughout the nation. The universities in
which these education schools reside have a tremendous effect on
the remaining thousand places that educate educators in America.
They develop the knowledge base for the field of education. They
have great influence over the education policy that gets set in the
nation. They prepare and credential--for good or ill--the nation's
most influential leaders in the education field, those in schools,
education schools, and state departments of education.

This report challenges these institutions to raise their standards of
quality and to make important changes in all four of the education
common places in their ed schools--in their curriculum, faculty,
location of much of their work, and in the student body. The pro-
posals suggest that education students have for too long been learn-
ing too little of the right things in the wrong place at the wrong
time. To correct these problems a number of universities are already
taking steps to:

Design A New Curriculum: Here studies focus on the learning
needs of the young and the development of educators across their
careers--replacing studies less focused on youngster's learning and
development, organized by segregated roles for educators, and cen-
tered on initial credentialing.

Develop A New Faculty: Now a clear minority, the numbers of
university faculty who are as at home working in the public schools
as on the university campus will come to comprise the majority of
the education school faculty. Board-certified teachers and other
qualified practitioners will join these faculty as colleagues in con-
ducting important research and in better educating the nation's edu-
cators.
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Recruit A New Student Body: Before the next generation of
educators retire, almost half of the nation's youngsters (46%) will be
from one or another minority group. The nation's education work-
force--teachers, administrators, counselors, and those who educate
educators--must be more diverse than today. Programs must be
mounted to actively recruit, retain, and graduate highly diverse
groups of education leaders at initial and advanced levels.

Create New Locations for Much of Their Work: Instead of
working predominantly on campus and occasionally in schools
across the American landscape, the faculty and students will do
much of their work in Professional Development Schools. These are
real public schools selected and joined in partnership with the uni-
versity for their innovative spirit and serious intent to improve the
quality of learning for educators and students.

Build A New Set of Connections To Those They Serve: Long
too remote from the professionals and public they serve, the educa-
tion schools will together form an interconnecting set of networks at
local, state, regional and national levels--to ensure better work and
accountability.

Working through the leadership in their education schools, the
institutions organizing this report call for a nationwide effort to
reexamine and step up the universities' contributions to the schools.
The universities that develop education knowledge, influence educa-
tion policy, and prepare teachers and other leaders for our nation's
schools and education schools must overcome "business as usual” to
meet the challenge of these truly unusual times in education. The
indisputable link between the quality of elementary and secondary
schools and the quality of the education schools must be acknowl-
edged--and we must respond.
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A New Beginning

America worries deeply about its elementary and secondary schools,
a concern that ultimately must reflect on the institutions that pre-
pare teachers, administrators, counselors, and others who work in
those schools. Much like the nation's automobile industry, universi-
ty-based education schools long took their markets for granted--in
turn, giving insufficient attention to quality, costs, and innovation.
And so we expect that universities cannot help but squirm as they
ponder the implications of this report, detailing how they have gone
awry and what they should do to reconstitute themselves.

No one dons the hair shirt of self-criticism for reasons of comfort.
In effect, the Holmes Group, a consortium of universities doing edu-
cational research and educator preparation, acknowledges by pub-
lishing this report that its member institutions, despite hard-won
improvements, need to make further strides. This concession, how-
ever, should come as no revelation. The ills of American education
are cited from the roof tops. The record of more than a decade of
education reform leaves the public deeply concerned about its ele-
mentary and secondary schools. People have little confidence in the
questionable remedies grasped by those who think almost anything
will be better than what exists.

The sense of desperation is fueled by the mood of a frustrated public
who believe that the nation will pay dearly if the schools don't
improve. They read reports telling them that American students
compare unfavorably with peers in other countries. They realize
that only limited numbers of low-skill jobs are available for students
who leave high schools because of failure, boredom, or economic
need. They know that tens of thousands of students who were
processed through high schools must take remedial courses in col-
lege. They hear about a high-tech future for which they worry that
their children are not being adequately prepared. They wonder
about the ability of the public schools to accommodate the needs of
poor children, minority children, gifted and talented students, pupils
with disabilities, and children of limited-English proficiency.
Repeated urgent calls for education reform have convinced
Americans that a challenge of unprecedented proportions confronts
the schools.

Universities must share the blame for the perils, real and imagined,
facing the public schools. Like the auto industry before them, uni-
versities will have to restructure and make drastic adjustments.
They will have to change the ways in which they educate profession-

@ als for work in the public schools. One may argue, of course, over
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the degree of culpability that higher education bears for the ills of
schooling, for certainly the schoolhouses of America are not solely
the dominion of educators. Society itself casts a powerful and perva-
sive spell over the classroom and educators must struggle mightily
to overcome the most negative of societal influences. But no
amount of excusatory rhetoric can exonerate the universities from a
share of the responsibility for the shortcomings of public education.
Realistically, discussions of how to improve the schools must take
account of the people who make their livelihoods in the schools--as
well as those at the university whose careers involve educating
school professionals for that work.

The United States, after all, devotes a substantial portion of its high-
er education programs to studies that result in the awarding of acad-
emic credentials for educators. Education schools contribute to
some 10 percent of all bachelor's degrees, 25 percent of all master's
degrees, and 20 percent of all doctoral degrees--degrees that go to
people who work in the nation’s schools, universities, and social and
governmental agencies, and a variety of institutions. And in a good
number of cases, universities allocate insufficient resources to pro-
grams preparing these people even though the resulting credentials
produce employment and increased pay for educators. It is unclear,
though, how this arrangement leads to better schooling and better
learning in America's elementary and secondary classrooms.

We begin this brief with a radical premise: institutions preparing
educators should either adopt reforms that link their educational
contributions closely with improved schooling for America's young--
along many of the lines proposed in these pages--or surrender their
franchise. More of the same on the part of universities and their
education schools cannot be tolerated and will only exacerbate the
problems of public education. Schools of education, after all,
accepted responsibility for the preparation of school professionals
early in this century and are partners in a social contract that they
must abrogate if they are unable to fulfill their end of the bargain.
Society relies on education schools to help improve the schooling of
children, but of what value are education schools if they prove
unable to contribute significantly to enhancing the quality and
social responsiveness of elementary and secondary education?

We assume this drastic stance precisely because we believe that the
country needs university-based education schools and that they can
make a difference in the teaching and learning of children. In fact,
some institutions already have stirred the winds of change and are
now making such a difference. But most others have yet to demon-
strate a commitment beyond the appearance of change. Schools of
education that reexamine their societal contribution to each new
generation of young citizens and refocus their mission accordingly
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can, indeed, help solve the problems that afflict the public schools.
This means not only proclaiming worthy goals, but also developing
sensible strategies, making sound contributions, and setting stan-
dards of accountability. The Holmes Group commits itself as an
organization to being part of this response. For if we don't join oth-
ers in answering the challenge, we fear for America's ability to lift
the fortunes and improve the learning circumstances of the young.

The United States has been awash with education reports and pro-
posals for change since the nation declared itself educationally at
risk in 1983. Spending for elementary and secondary education dur-
ing the intervening years swelled by more than 40 percent in infla-
tion adjusted dollars and while some promising signs of progress are
apparent, the "rising tide of mediocrity" still threatens our schools.
Most of what happens in many schools today remains caught in the
undertow of the status quo. Changes, by and large, flitter at the
margins, touching only the edges of teaching and learning.

Action must replace inertia. The education school should cease to
act as a silent agent in the preservation of the status quo. By offer-
ing courses and awarding degrees to educators in the absence of
demonstrated evidence of ability and without a commitment to apply
what we currently know from research and theory, the university
tacitly affirms current practices. As a preparation ground for profes-
sionals, the education school must act as a partner with innovating
schools to prepare and screen educators in settings that exemplify
trustworthy practice. And as a preparation ground for professionals,
the education school must unequivocally embrace the kind of acade-
mic preparation that readies one to work comfortably with the ideas
and technologies appropriate to an advanced society on the brink of
a new century. Medicine delves into the molecular level, architec-
ture renders on computers in three dimensions, law searches for
precedents on LEXIS. Many professions and occupations have been
altered to such an extent that neither practitioners nor future practi-
tioners can afford to cling to old ways. Meanwhile, far too many of
those who prepare teachers and other educators continue to dwell in
a bygone era, guided by outmoded conceptions of teaching and
learning, and not conversant with the nature of professional work in
schools.

Too many education schools maintain low standards for the public
schools in which their students carry out apprenticeships. They
often place students in schools where the conditions of work are
almost identical to those encountered generations ago. In these out-
dated schools the dominant work confines teachers to isolated class-
rooms and the primary technology remains chalk and eraser though
the slate has turned from black to green. These future teachers and
©  principals learn in schools where understanding is sacrificed at the
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altar of coverage and knowledge is measured through the expediency
of true/false, short-answer, and multiple-choice responses. Some
universities still allow their education students to learn exclusively
in monocultural schools when today's educators must prepare them-
selves to educate the most highly diverse culture on earth. Relevant
university theory on individual differences has little effect, even if
taught well, when apprentices get their first taste of teaching in
schools that remain disconnected from the real lives and needs of
children, particularly minority, poor, and non-English speaking chil-
dren. The university's standards for field placements must acknowl-
edge the diversity of America's next generation, recognizing that
many schools today house a Babel of languages among their pupils.

Research and development studied by future educators in university
classes fades quickly when mentors in the schools show disdain for
such knowledge, or when school policies and practices run counter
to the ways the university faculty claim they should be. The univer-
sity faculty and the schools with which they form partnerships must
ensure that theory and practice converge. For educational knowl-
edge to be useful to future and practicing educators, it must first be
credible and effective in helping them think and act more success-
fully in the interest of youngsters' learning. The school of education
must link its educational research and development to the service of
school improvement and to the preparation of university students
who will learn and be evaluated for their knowledge of the changing
roles and responsibilities in the schools.

Kansas State University’s Colleges of Education
and Arts and Sciences have entered a partnership
with the Manhattan-Ogden School District to
transform teacher preparation and the district’s
elementary schools. The venture is based on the
premise that education should be viewed as a
continuum from kindergarten through university,
and that improvement in one part of the system

The enormity of the challenge that society poses today requires
indomitable effort on the part of educators. Schools and education
schools must address these challenges. Many children arrive in ele-
mentary school lacking the bare essentials of good health. The
media seduce children with messages of immediate gratification.
Illicit drugs poison their will and violence cuts them down before
puberty. Youngsters hardly finished playing with dolls bear children.
The old order will not suffice.
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In a world that has changed, education schools, too, must change.
School professionals must now learn to educate effectively a new
breed of student. Many of those who would have become dropouts
in former years now remain enrolled. Academic demands have risen
and instructional strategies must be adjusted to fresh realities.
Research in education and the cognitive sciences sheds new light on
ways to improve student learning and understanding. Those who go
into the public schools to make their careers must know how to pro-
vide the best possible education to a cross-section of children who
personify a new America.

Simply put, the need for greatly increased, higher quality teaching
and learning expands at a rate much faster than the education sys-
tem's ability to offer better teaching and learning. While some
achievement statistics have improved, the performance of too many
students resembles a swimmer who treads water just enough to keep
from going under. Some youngsters confidently carry themselves
far out into the academic sea with bold, sure strokes while others
risk being swept away by the next wave. The country cannot afford
such uneven performance among its students. The education sys-
tem has to discover and implement ways for many, many more to
catch up and maintain the pace. This is why the Holmes Group and
many others advocate the formation of Professional Development
Schools to increase the amount and influence of educational
research, development, and demonstration addressing the needs of
America's children, especially those at greatest risk.

"The kind of far-reaching change needed to deal with new situations
requires concentrated and coordinated reform that cuts across many
parts of the system at once. Piecemeal reform has proven inade-
quate because of the web of connections among the system's various
parts--curriculum, pedagogy, assessment, texts and materials, and
professional development, for example. All of these parts must be
tied together. Attempts to change only one part at a time are
obstructed by the stasis of the larger system. Imagine, if you will, a
new math curriculum that calls for a different kind of teaching so as
to stress problem-solving, a curriculum in which performance
assumes the dual character of both learning the material and being
assessed on one's learning. New books and materials and more
demanding instructional assignments are other pieces that make up
this puzzle. Ideally, the pieces will fit together so the picture makes
sense. Successful improvement requires coordinated changes in all
of these various parts.

Changes of the kind we describe depend on the knowledge, skills,

and dedication of the professionals charged with carrying them out.

If education schools do not equip school professionals to perform in
. new ways then as surely as fifth grade follows fourth grade most
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educators will continue to regard teaching as show and tell, learning
as passive listening, knowledge as a litany of facts, tests as memory
samples, and accountability as something about which only students
must concern themselves. If the education school continues to
equip people for organizing and managing schools as the factories of
old, plans for improvement will be dead on arrival.

How can university-based schools of education stand by and not lend
their support to those in the public schools who struggle to over-
come practices and policies they know are hopelessly dated? Some
education schools, joined by their counterparts in the arts and sci-
ences, have begun developing innovation sites in Professional
Development Schools. But support for broadscale outreach to the
schools is inadequate even as policymakers mouth the expectation
that students, regardless of race, gender, ethnicity, or social class can
and must learn and that educational institutions will make fair and
reasonable opportunity for such learning. Little changes, even
though new understandings from educational research provide
insights about learning and about ways in which it can be brought
about more effectively to meet ambitious learning goals.

Elementary and secondary schools must transform themselves into
places where teaching and learning take more complex and more
flexible forms, where teachers guide students in the development of
curiosity, and where teachers engage students with important ideas
that enrich their daily lives. Such learning is not the stuff of drills
and worksheets, but of learning rooted in rich experiences for stu-
dents. Technology in all of its glorious manifestations can perform
as a partner in promoting learning of this sort. But the public
remains largely unaware of these possibilities because too few exam-
ples are available for them to observe as a new norm.

If members of the Holmes Group and other leading colleges and uni-
versities in each of the 50 states joined in partnership with the
state's most innovative elementary and secondary schools to foment
bold but responsible change in education, then surely the public
would know and understand that a learning revolution was under
way. The public has already seen abundant evidence of the capacity
of the great universities for research and innovation in a host of
areas. Collectively, the universities and the schools that educate
educators--working together to ensure that research and develop-
ment guides and accompanies change--could push aside the boul-
ders that block the path of change in the public schools. A field that
accounts for a tenth of our nation's undergraduates, and almost a
quarter of our nation's graduate students will have significant
impact if it rises to the challenge. It is time for the universities to
weigh in on the side of elementary and secondary education as they
have done for medicine, engineering, agriculture, management, and
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other fields. It is time for universities to modify whatever policies
they must concerning research, teaching load, and tenure to make
these changes in quality possible.

For the universities, altering the way they go about educating educa-
tors means a reordering of priorities. Universities are accustomed to
conducting research and development activities on behalf of other
fields, but they give short shrift to the study of teaching and learning
as it is carried out in the public schools. Furthermore, the research
of education schools disproportionately concerns itself with describ-
ing the troubles of the education system as it now operates, rather
than exploring new avenues for more fruitful teaching and learning.
Universities will have to redirect their investment in education R&D
to take account of long-term applied work on what needs to be done
to improve the public schools. Also, they must confront the schism
between educational research and educational practice.

As matters now stand, especially in many of the most research-inten-
sive institutions, the faculty who get time and opportunity for edu-
cational research often have little responsibility for preparing prac-
ticing educators and may, in fact, hold teacher preparation in dis-
dain. Meanwhile, the faculty members involved predominantly in
teacher preparation get little if any time to conduct research on the
problems of teaching and learning and hardly any encouragement to
study and develop solutions to these problems. As a consequence,
too many faculty members educating teachers have limited entree to
the study of the most serious problems of the schools and do not
investigate the innovations that might remedy such problems. And
while all professional schools struggle with the distancing effects of
academic specialization and the subsequent loss of concern about
and understanding of broad societal problems, education can il
afford this lack of connection. Education is an expansive public
undertaking in America and requires broad study and clear applica-
tion of its inquiry to the problems of practice.

Universities and their education schools let down America when they’

fall short in these ways. Public education, to a great extent, becomes
what higher education leads it to be through the educators it pre-
pares and the knowledge and tools it contributes to school improve-
ment. Just as medical schools created teaching hospitals and agri-
culture schools created experimental stations and extension services
to lead their fields in significant ways, so too can education schools
fashion new mechanisms for aiding elementary and secondary edu-
cation.

All of this is not to say that serious participation in education renew-
al by some colleges and universities and by individual faculty mem-
bers has not been noteworthy or appreciated. Or that government,
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corporations, and philanthropic foundations have not participated in
trying to simultaneously improve schools and education schools.
These contributions, however, emerge in stark relief against a larger
background of business as usual in far too many university-based
schools of education. Elementary and secondary schools and their
education schools require something more extensive and more
enduring than casual connections. The public schools need the aid
and collaboration of colleagues from higher education who regard
the schools as professional education's paramount concern--and the
professional schools need the aid and collaboration of colleagues
from elementary and secondary education who value quality educa-
tional research and professional education.

Work by teacher educators from the University
of North Dakota’s Center for Teaching and
Learning with Lake Agassiz Elementary School in
Grand Forks has constructed curriculum increas-
ingly responsive to student interests as document-
ed through portfolios and parent consultations.

Thus, the member institutions of the Holmes Group rededicate
themselves to the renewal of professional education for those who
work in America's elementary and secondary schools. We will join
other universities and schools that share our commitment to ensur-
ing that youngsters throughout our states and regions have opportu-
nity to learn from highly qualified educators. This means that stu-
dents in education programs must experience learning environ-
ments where learners search for meaning, appreciate uncertainty,
and inquire responsibly so they can recreate such circumstances for
their own students. It also means that our graduates must possess
the ability to provide the knowledge and skills needed to give even
the most downtrodden children the opportunity to advance through
education. The public schools remain the last best hope of this
country and in setting the following goals for Tomorrow's School of
Education we launch a crusade in quest of exemplary professional
practice:

Goal | = To make education schools accountable to the profession
and to the public for the trustworthy performance of their gradu-
ates at beginning and advanced levels of practice

Competence in subject matter requires that education students
experience first-rate learning in the liberal arts. Some colleges and
universities still offer prospective educators watered-down studies in
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the arts and sciences, especially at upper levels. Sometimes they
segregate education students from others studying the same disci-
pline or provide them with less challenging content or don't give
them the chance to study with leading professors in the disciplines.
Prospective educators taking a content course in English or chem-
istry or mathematics should sit alongside liberal arts majors even at
advanced stages. Education credentials should not be printed with
shoddy ink. The TSE will therefore refuse to admit or recommend
for a teaching license any student whose studies in the arts and sci-
ences have been diluted in any way whatsoever.

Likewise, the education courses for those who will teach must be of
high quality. Learning must be based on the best available research
about how to teach subject matter, how to tailor it appropriately to
the understanding of the youngsters, and how to evaluate and
improve their instructional outcomes. To ensure that graduates can
sustain high standards of practice the TSE will provide internships
in PDSs where students enjoy exceptional opportunities to learn and
to demonstrate quality practice. Recommendations for degrees,
licensure, or certification will rest on performance assessments
made by school and university faculty who are themselves accom-
plished practitioners. Concern for the trustworthy performance of
our graduates will not be limited to the initial preparation of educa-
tors, but will pertain to TSE students at advanced levels as well. Our
doctoral students will apprentice in research and teaching with fac-
ulty who are proven masters in both.

Goal 2 - To make research, development, and demonstration of
quality learning in real schools and communities a primary mission
of education schools

We will bridge the pernicious gap between researchers and practi-
tioners by conducting much of our work in real schools and com-
munities. School and university faculty will collaborate regularly in
sustained educational inquiry over time, much of it in schools edu-
cating at-risk youth. Our PDSs will connect much of our TSE
inquiry to the teaching and learning of young students as well as to
the professional development of novice and veteran educators. Many
of our recommendations in this report cannot be achieved in the
absence of the PDS, for it functions as a place where the best from
our current research is applied to the everyday events of teaching
and learning, and where promising new possibilities are developed
and tested over time.
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Goal 3 = 7o connect professional schools of education with profes-
sionals directly responsible for elementary and secondary education
at local, state, regional, and national levels to coalesce around
higher standards

Educators need professional development of high quality from the
time they enter their initial programs and throughout their careers.
The only way each future generation can be better educated than the
last is to have educators continuously engaged in quality learning.
Advanced studies at the university and continuing professional
development in the schools must be first rate--informed by the best
we know from research and study, as well as from documentation of
wise and effective practice. At the local level, starting with at least
one PDS, the education school will build a network of these precol-
legiate institutions as places where TSE students learn and are eval-
uated for professional practice in the context of ongoing school
renewal. The PDS, not just any elementary or secondary school,
functions as a place where prospective and practicing educators from
the school and the university immerse themselves in a sea of inquiry
in pursuit of ever more effective learning. These local partners join
with other professional schools and groups of educators at state,
regional, and national levels to accumulate trustworthy educational
knowledge, and to encourage its inclusion in professional develop-
ment programs, performance assessments, and in standards for
licensure, hiring and promotion.

Goal 4 - To recognize interdependence and commonality of pur-
pose in preparing educators for various roles in schools, roles that
call for teamwork and common understanding of learner-centered
education in the 21st century

Because success in the future will depend on an ability to collaborate
on behalf of every youngster's learning, we will no longer prepare
educators for isolated roles. Instead, we will get them ready to work
together on behalf of children in learner-centered schools and com-
munities. Administrators, counselors, teachers, and other faculty
influencing the learning and development of youngsters from early
childhood through adolescence need opportunity to study and devel-
op common language and understandings. They also need the
chance to prepare for interaction with others whose work affects the
lives and learning of the young, others whose professional work is
often most needed for the learning success of students at education-
al risk. Thus, we will develop a core curriculum for educators at ini-
tial and advanced levels, and encourage experience and study across
the various professional educational fields.
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Goal § — 7o provide leadership in making education schools better
places for professional study and learning

We will ensure that our faculty are competent teachers and
researchers, comfortable in both college and school settings, and
committed to an education of quality for all children in an interde-
pendent world. Our faculty and student body will come to reflect
the rich diversity of American society and our education schools will
offer a curriculum that all can respect. We will strive to see that
outmoded and faulty assumptions about teaching and learning no
longer determine educational policies and practices in our respective
states and across the nation. With our practicing professional col-
leagues, we will set new standards for our professional schools, see
that our own institutions meet them, and work to develop policies
that require all schools of education to achieve high standards.

Goal 6 - 70 center our work on professional knowledge and skill
for educators who serve children and youth

We will sharpen our focus and concentrate our programs so that we
offer studies more closely aligned with the learning needs of chil-
dren and youth in a democratic society. Many schools of education
have been trying to do too much with too little, dividing their cur-
riculum into a succession of sub-specialties and stretching them-
selves too thin. Education schools trying to be all things to all peo-
ple fail everyone. Our priority will be on program quality for those
working to improve learning for children and youth. To sustain or
increase the program quality needed to address rising standards in
the nation's schools, TSEs must judge their offerings in terms of the
collective contributions they make to the educators who serve each
new generation of young citizens, including contributions to educa-
tors who address the learning needs of the poor.

Goal 7 - To contribute to the development of state and local poli-
cies that give all youngsters the opportunity to learn from highly
qualified educators

The value of the education school rests, in part, on its ability to con-
tribute knowledge, information, and policy analysis that leads to
informed decisions about educational quality. This requires check-
points along the path--at admission and throughout preparation,
licensure, hiring, certification, and professional development.
Schools of education must promote standards of quality in their
home states and oppose forces that allow youngsters to be "educat-
ed" by less than fully competent, caring professionals.
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‘The Heart of the Matter:
Three Kinds of Development

Tomorrow's Schools of Education (TSEs) must place children first
and, in so doing, underscore a commitment to emphasize the con-
nection of the TSE to the education professionals closest to the stu-
dents, those in elementary and secondary schools. It may seem odd
for this report to speak of stressing the TSE's mission to serve chil- .
dren and youth. Isn't that what schools of education have always
done? Not necessarily.

Ambiguity surrounds the purpose of schools of education. Many of
these institutions have been less than clear about their mission. The
confusion arises, largely, from the tendency of many education
schools to support too many different programs and to invest too lit-
tle in work with the schools. As a consequence, a disproportionate
number of faculty members separate their work from that of the ele-
mentary and secondary sector. Many professors go about their teach-
ing and research with hardly a nod toward the public schools, seldom
if ever deigning to cross the thresholds of those ‘lowly’ places. Such
attitudes transmit an unmistakable message. The people most inti-
mately responsible for children's learning in elementary and sec-
ondary schools are not sufficiently valued by the education school.
Schoolteachers and young learners, who should be the focus of the
education school's concern, are kept at arm's length. They are a
sideshow to the performance in the center ring, where professors
carry out their work insulated from the messiness and hurly-burly of
elementary and secondary education.

Schooling in America cannot renew itself so long as the links
between universities and public schools languish. Dysfunction,
instead of healthy symbiosis, characterizes the relationship between
many university-based education schools and the schools. Sustained
involvement in the public schools, predicated on mutual interest in
the learning needs of children, must become an enduring feature of
the TSE. For this to happen, a good number of professors in schools
of education must identify not only with their disciplines but more
actively with the public schools themselves. Research in the educa-
tion schools should be directed toward groundbreaking work on mat-
ters involving both the creation and the application of knowledge.
This will require a shift in many places, and necessitate reorienting
the faculty reward system in the education school and in the univer-
sity. Scholars who respond favorably to this call for more involve-
ment with elementary and secondary schools and for more research
into applying knowledge must suffer no penalties for their pioneering
efforts so long as high standards are upheld for their work.
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The education of teachers has become a major

focus of research and teaching agendas of faculty
throughout the Graduate School of Education at
Rutgers University.

In their rush to emulate colleagues in the arts and sciences, many
faculty members of education schools lose sight of their responsibili-
ties and opportunities as part of a professional school. Traditional
forms of academic scholarship have an important and proven place
in professional schools, but such institutions are obliged, as well, to
learn from practice, and to concern themselves with the scholarship
of applying knowledge. Teacher education and investigations con-
nected to teaching and learning in the public schools must hold cen-
tral positions in the TSE. Like schools of medicine, dentistry, law,
business, architecture, and veterinary medicine, for example, a
school of education should properly explore issues involving the
practice of the profession. Tomorrow's Schools of Education must
not try to garb themselves in guises that hide their true identity as
professional schools. They will wither into deserved irrelevancy if
they are unwilling to stand up and display their concern, above all,
for children and their learning.

The voices heard most frequently amid the ferment surrounding ele-
mentary and secondary education are not those of faculty members
of the education schools, but those of business people, politicians,
and policy analysts. Some university educators speak out about the
public schools, but they are few. The TSE needs to muscle its way
aggressively into the fray. By hitching its wagons to public schools
that are striving to transform themselves into Professional
Development Schools, the TSE can ensure that the experiences of
practitioners who are closest to the day-to-day learning of children
figure more prominently in the great debate. To these ends, every
TSE should embrace and conduct quality work on three complemen-
tary agendas--knowledge development, professional development,
and policy development.

The seeds for developing knowledge take the form of investments in
basic and applied research. Then, like all good scholars, educational
investigators screen and document that research, cautiously estimat-
ing its value and the extent to which generalizations may be drawn.
Professional development results from creating new meanings and
layering on coat after coat of knowledge, gradually building up
expertise that is both deep and strong. The process begins with
selecting and preparing future educators and then by adding to their
advanced and continuing education. Finally, policy development
emerges from a synthesis of this knowledge and professionalism to
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produce thoughtful and sober analysis, constrained by guidelines
that promote educational quality and provide-protection from
untrustworthy practices.

Knowledge Development
An essential and defining feature of the TSE is its production and
application of new knowledge. In paying more attention to the pub-
lic schools, the schools of education will inevitably reposition them-
selves to extend more of their knowledge development beyond the
Academy and closer to the lives of youngsters. Previous investments
in knowledge development by schools of education have, to too great
an extent, remained tangential to core questions regarding teaching
and learning in elementary and secondary schools. Research that is
relevant and accessible to practitioners holds the greatest promise of
transforming the field.

Professional education, in general, does not always discharge this
responsibility as diligently as it ought to. Research by architecture
faculty, for instance, may not take sufficient consideration of users;
research by medical faculty may not take sufficient consideration of
patients; and research by law faculty may not take sufficient consid-
eration of clients. Faculty members in a professional school must
remember always that their profession exists because it produces a
service for someone. Without its clients or patients, the profession
loses its raison d'etre, and study of the disciplines in arts and sci-
ences suffices. The ‘inconvenience’ of having to apply and study the
apparent value of new knowledge and technologies over time in real
contexts, and with real clients, is avoided. But scholars who follow
this route ignore the recipients of the profession's service at a cer-
tain amount of peril. A profession disconnects itself from its
lifeblood to the degree that the research severs its links to those who
are supposed to receive a service. This reality, then, should shape
the essence of professional schools for educators as we see them.

Fortunately, the Professional Development School (PDS) movement
that we and others advanced in the late 1980's has taken root and
promises to grow into something substantial that can cast its nur-
turing shadow over more and more of the education enterprise,
allowing knowledge development to take greater cognizance of
teaching and learning in elementary and secondary schools.

Inquiry in the PDSs challenges the traditional relationship between
research and application and gives promise of creating a new con-
ception of that relationship.

For one thing research in the PDS is conducted in the real context
and complexity of educational practice. This tends to make research
and application inseparable. Researchers create instructional envi-
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ronments in accord with particular theoretical principles. The cre-
ations are not only real instruction, but they are also experiments.
Researchers collect data in these circumstances, using it both to cor-
rect their theoretical ideas and to improve instruction itself. Many
researchers who use this method create such instructional environ-
ments in direct collaboration with teachers, and some of these
"experiments" last for a semester or a year or longer. Such extended
studies require the collaborators to monitor progress and problems
all along the way rather than merely administer some kind of test at
the end. No one has to figure out how to apply the research because
it emanates from practice.

Another conception of educational research makes collaborators of
teachers and other practicing educators, building on their intimate
knowledge of learners in the context of particular schools and com-
munities. Documentation of their observations and interventions
into the learning lives of the young promises new insights and a syn-
ergy that some researchers argue may transform the field of educa-
tional knowledge. The PDS therefore represents a source of hope for
those who want to see the knowledge mission focused closer to the
thoughts and learning experiences made available to genuine young
learners over time. The tie of research to the PDS opens a broad
new avenue for the TSE to follow in collecting, evaluating, and
demonstrating in practice the best of what is learned from new lines
of study, or what is gleaned from traditional research and applied in
a variety of circumstances. Already, in a good number of incipient
Professional Development Schools, schools of education share the
benefits of knowledge development and application with prospective
and practicing teachers.

The University of Arkansas College of Education
funds university/public school collaboration to
study various educational practices. They have
examined the effects of cooperative learning on
attitudes of middle-level students, classroom man-
agement strategies for elementary students, a
parent-child take-home drug education program,
and field-based and campus-based methods cours-
es on the reading orientations of prospective
teachers.

Experienced and beginning teachers do not learn about research by
reading articles or listening to lectures alone. They learn by seeing
research findings applied by others, talking about questions and’
findings with like-minded colleagues, and by developing knowledge
themselves. The PDS offers a venue for such opportunities to novice
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and veteran practitioners alike. In such a setting, knowledge of
change and how to bring it about bursts beyond the confines of
library shelves. Practitioners and those who collaborate with them
evaluate and disseminate research-based ideas, practices, and tools
by using them in the PDSs. By highlighting these emerging lines of
educational research we do not seek to denigrate the other forms of
educational inquiry in and outside PDSs that are also valuable. We
are not trying to be exclusionary, but only to note emerging work
that holds promise for a field that has historically slighted improve-
ment-oriented work, teacher perspectives, and long-term study of
youngsters’ learning in the schools.

Professional Development
University-based education schools inadvertently contribute to the
de-intellectualizing of teaching when they favor professional devel-
opment programs that accord greater prominence to non-teaching
roles or when they minimize the importance of deeper knowledge
for those who remain in positions in the classroom. This happens,
for example, in programs that claim that prospective teachers can
learn to bring about quality learning for groups of diverse young
clients in a variety of subjects by simply having these future teachers
take some university courses in methods and foundations and then
apprentice for ten weeks with a supervising teacher unknown to the
university. This approach contrasts sharply with the education
school’s requirements for counseling psychologists that call for
extensive advanced study and selected placements to gain experience
with highly qualified mentors. Such differences in expectations
imply that classroom teaching represents only a "starter position"
and that serious educators study substantial knowledge only in con-
nection with higher level, non-classroom assignments. The folly of
this reasoning sustains a dangerous hierarchy in public education
and suggests that those at the bottom--the classroom teachers--
should not trouble themselves with the deeper theories of teaching
and learning, matters best left to curriculum coordinators, other
specialists, and administrators.

The TSE posits a different philosophy--that teaching must be regard-
ed as intellectually challenging work and that prospective and prac-
ticing teachers should be people capable of making informed profes-
sional judgments. This philosophy suggests that TSE faculty will
collaborate with their PDS partners to adapt and recreate the role of
teacher so that those in the position have greater opportunity for
reflection, thought, and colleagueship. This idea applies to teaching
at all levels of experience. Teaching should infuse itself with intel-
lectual challenge from the outset of preparation through the length
_of one's entire career in schools and classrooms. The TSE will treat

39 21



the prospective teacher as one expected to delve deeply into the
intellectual side of teaching and learning. Thinking, judging, decid-
ing, adapting--all are part of the ethos of teaching, minute by
minute, day by day, year by year. The status of those working in the
public schools suffers when they are excluded from policy decisions
and treated like instructional robots.

The blame for denigrating the teacher's role rests not only with the
school of education. If the education school has been preparing peo-
ple for routine work in the classroom that is largely because teach-
ers were not permitted to do more. Schools that now take the pro-
fessionalism of teachers more seriously afford them opportunities to
make judgments and to participate actively in the development and
implementation of education policies. In the more enlightened
school districts, teachers are now prepared and encouraged to par-
ticipate as primary players in curriculum selection, standards devel-
opment, evaluation design, and other areas that call for professional
judgment. But many principals, school boards, superintendents,
state education agencies, and federal policy makers still downplay
teachers' professionalism even while paying lip service to the con-
cept. Schools of education must no longer lend themselves to this
disturbing denigration of teachers.

Fresh evidence attests to the importance of teacher judgment and to
the necessity for teachers to tailor curriculum to suit individual stu-
dents, a practice that certainly demands professionalism. This new
foundation for enriching the intellectual life of teachers--to which
the research of some teacher educators has importantly contributed-
-provides a basis for a fresh start in how society regards its teachers.
Increasingly, schools of education recognize that the professional
knowledge of teachers must be built on more than how-to admoni-
tions for keeping order in the classroom. Substantial issues of
teaching and learning have to figure more prominently in the
knowledge base of teachers. Schools of education must strengthen
their alliances with school districts and states so as to ensure that
those whose preparation equips them for decision-making receive
the chance to exercise discretion in regard to appropriate profession-
al practice.

It makes abundant sense for the professionals in closest contact with
youngsters, those well educated by an education school, to make
judgments about the education of those children. When this hap-
pens, students in elementary and secondary schools gain in two
ways. First, the professionals who know them best will decide more
of the details about their education, immediately matching practice
to learning needs. Second, only by respecting the teacher's mind
will the public schools be able to compete for more of the best and
the brightest candidates and then be able to hold them. Smart peo-
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ple don't want to be treated as mindless ninnies. They are most apt
to consider teaching if they perceive it to be a job for thinkers. The
ablest college students, those for whom the public schools would
like to vie, want jobs in which they can grow intellectually. Thus,
the need for teachers' continuous learning and development
throughout their careers calls for universities to rethink their roles
and relationships to schools in regard to continuing professional
development. If educators no longer need to leave teaching to
advance as professionals, then the entire continuum of advanced
professional education must be reconsidered.

Policy Development
The new TSE merits a place at the table where policymakers gather
even if it has been omitted from the invitation list in past years.
These are new times and policy-driven efforts to improve education
are too important to cede to representatives of government and busi-
ness, who seem to have taken up many of the chairs in recent years.
If the TSE elevates the needs of children to unprecedented levels of
concern, as we advocate, then surely the added attention to elemen-
tary and secondary schools and the resulting interest in professional
development and in knowledge development for school-based educa-
tors ought to help insert the TSE more actively into the debate
about public education. These contributions to policy can arise
from two sources within the TSE. On the one hand, research that
ties itself more closely to the most pressing issues in precollegiate
education will lead the way to policy insights. On the other hand,
simply by immersing themselves deeper into the everyday issues of
elementary and secondary schools, faculty members at the TSE will
be more in touch with the most pressing issues.

Policy Analysis for California Education (PACE) is
an independent, nonpartisan education policy
research center in the School of Education at

Berkeley. Collaborating with education faculty
from Stanford and USC as well, PACE informs
policymakers, educational professionals, and the
general public by researching and analyzing issues
facing California’s K-12 education system. The

Research and Development Center established at

the University of Delaware, with help from the
state’s Business Public Education Council, models
itself after PACE. The director of the center is a
member of the education faculty and the state
superintendent’s cabinet.
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In making this argument, we don't mean to exaggerate the TSE's
importance in policy development. By itself, the TSE cannot remedy
the social and economic circumstances that conspire to undermine
the good intentions of the schools. The roots of some of the prob-
lems run so deep that even the best insights of professors at the TSE
or of experts from any other sector might only begin to lay a founda-
tion for solutions. Furthermore, the idea should not be for the TSE
to try to hold itself out as a font of all knowledge, but for it to com-
bine its wisdom with that of foundations, think tanks, and, yes, busi-
ness and government, to help elementary and secondary education
set a course that will avoid some of the shoals of the past. We
believe that the newly-constituted TSE will have much to offer in
this regard.

Surely, though, policymaking in education can only benefit from the
input of informed faculty members of the TSE. Individual professors
have long been involved in policy work, but we envision institution-
alizing this function and making it a formal part of the mission of
the TSE. Quite possibly, consortiums of education schools will col-
laborate on some of these activities to avoid needless duplication of
programs. At some point, for instance, schools of education in the
same state must almost certainly develop policies together to coordi-
nate their recruitment of new students and to tie their credentialing
programs to the needs and realities of the public school market-
place. The policy collaboratives we discuss later in this volume
address this need.

However they decide to pursue the development of policy, this activi-
ty should be a major item on the agenda of TSEs. Like their col-
leagues throughout the departments of the university who influence
public policy on transportation, labor, housing, and health care,
those who educate educators should similarly strive to bring their
expertise to bear for the public good. Precisely because we expect
faculty members of the TSE to be experts in teaching and learning,
we believe they can add valuable points of view. They certainly
would do no worse than some of those whose influence has been
greatest until now. Look at the impact of current policy initiatives:
the nation’s schools have gotten mandated tests for student promo-
tion, ability tracking, minimum basic skill tests for teachers,
moments of prayer, and use of the SAT for purposes for which it was
never intended.

Daily decisions in Congress, in state legislatures, and in school dis-
tricts could gain from enriching the mix of ideas considered.
Universities and their education schools can play a fundamental role
in this process, supplying reliable and impartial knowledge as a basis
for policy formation. The public desire for greater quantities of
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quality learning will remain unfulfilled without acting on the basis
of what we know. Analyses provided by the TSE could help influence
future directions in school finance, performance assessment, teacher
testing and hiring, and a host of other areas. Legislation to increase
the granting of emergency teaching licenses, for instance, has bub-
bled to the surface in some states. Lawmakers need and deserve to
.know about the synthesis of policy relevant to this subject. The TSE
can help. It also can oversee, pilot, and test versions of programs
that might be studied as a prelude to legislation.

Thus, knowledge development, professional development, and policy
development lie at the heart of the education school's mission.
Virtually everything the institution does will be shaped by these
three fundamental concerns. In this regard, the TSE stamps its
imprimatur on the educator as a professional. This approach distin-
guishes schools of education from trade schools. The TSE equips its
graduates for careers in which their work can be respected for the
depth and range of intellect it requires. The TSE equips them for
decisions about knowledge that stem from a willingness to set prior-
ities for teaching and learning, and it equips them for practice that
provides insight for pertinent policy formation. Perhaps most
important, however, the TSE grounds its critical examination of
knowledge development, professional development, and policy devel-
opment by connecting it to the public schools and to the long-range
effects of schooling on young learners.
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Special Knowledge for
Educators

University-based education schools should devote themselves to pro-
ducing knowledge and putting it into the heads, hands, and hearts of
educators. The creation and sharing of knowledge, after all, lies at
the very core of the university's existence. These institutions already
make substantial investments in the advancement of knowledge for
the betterment of society in many other fields. Why not in educa-
tion as well? Imagine the impact on elementary and secondary
schools if the nation's universities that already award a quarter of all
of their advanced degrees to educators--turned their attention to
harnessing knowledge in behalf of the public schools too--not unlike
what they have done for medical science, physics, agriculture,
engineering, business management, the humanities, and the

social sciences.

Right now, some universities go through the motions of educating
school professionals without taking the crucial steps that would con-
nect that education to trustworthy knowledge about the renewal of
eleméntary and secondary schools. A vigorous move to further
research-based knowledge, its connections to practice, and its inclu-
sion in the full range of professional programs for school-based edu-
cators would lead to better education for all children. Such a com-
mitment would demand closer attention to lodging research and
development in real classrooms, in the places where teaching and
learning actually occur for youngsters from preschool through high
school. It would also call for greater collaboration among the
research universities and other institutions that educate educators.

Outsiders frequently misunderstand schools of education in terms of
their potential contribution to the knowledge and expertise of pro-
fessional educators, their value-added function, so to speak. The
public and much of the university itself harbor suspicions about
education schools and wonder whether they serve a useful purpose.
Teaching, according to the average citizen, involves merely knowing
something and explaining it to others. Can't any reasonably intelli-
gent person with a decent general education carry out this job with-
out special training? Perhaps a few courses in classroom manage-
ment might help, but all those other education courses? In truth,
education schools have failed to make their case. The public actually
wonders, if they stop to think about it, why the country needs
schools of education. People understand the utility of studying an
academic discipline in college and doing some practice teaching in
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the school, but the rest of what happens under the auspices of the
education school baffles them.

The confusion of the public has its counterpart in the minds of
many faculty members in the rest of the university. Their colleagues
in the education school perplex those in the institution's other col-
leges and they tend to view the education faculty from the perspec-
tive of one perched high on a ladder eyeing the laggards on the
lower rungs. Faculty members throughout the rest of the universi-
ty, after all, know their subjects well and teach them without special
pedagogical preparation of any sort. What's the big deal? You get up
and talk about what you know and those who listen either get it or
they don't. Right?

What, then, is distinctive about the contributions of a school of edu-
cation? Good schools of education provide substantive expertise for
education practitioners, policy makers, and researchers. A focus on
complex issues in context, produces expertise otherwise unavailable.
Multiple disciplines are brought to bear. No matter the issue--school
finance, the lives and potential careers of students, intellectual and
moral development of youngsters, professional development for
teachers, assessment, educational equity, worthy goals for instruc-
tion, the uses of technology--that issue is linked to others. Insights
from many perspectives are needed to address any one of these
issues properly. Thus, the work of bringing diverse disciplines to
bear on the key issues and problems of educational practice is a cen-
tral challenge confronting the education school, which must help
students weave together the strands of knowledge they glean from
various sources. Four areas of educational knowledge frame the dis-
tinctive contributions of the professional school. Some are more
developed than others, as education schools move forward unevenly
in developing these areas of expertise. But these areas of growing
knowledge and expertise, more than any others, provide the raison
d’etre for the education school:

*Special Knowledge About Children and Their Learning

sSpecial Knowledge About Knowledge Needed by the Next
Generation

sSpecial Knowledge About Education Systems

*Special Knowledge About Culture and Young People's Learning

Special Knowledge About Children and Their Learning
America takes its children for granted. Sometimes it seems that lit-

tle progress has been made since the time when children were
regarded as nothing more than small versions of adults.

a5



This country did not even adopt compulsory schooling laws until it
was clear that such statutes were needed as a device for ending the
exploitation of children in mills and factories. It was not that
reformers desired to promote schooling, but that they wanted a
place to send children to keep them away from the oppression of the
workplace. Today, the United States appears almost in a state of
reversal after decades of improved regard for children. Many young-
sters are without adequate health care in one of the wealthiest coun-
tries on earth. So horrendous has lawlessness become in parts of
the country’s inner cities that five-year-olds think that diving under
the furniture at the sound of gunshots is a normal rite of childhood.

But America knows better even if it does not act on its knowledge.
The healthy development of children is at stake every step of the way
in their growing years. Children are complex organisms whose dis-
tinctive stage of life must be studied and understood in order to pro-
vide properly for their changing needs, especially in connection with
formal learning. People can appreciate the work of naturalists who
earn a living studying and reporting about the development of
insects or birds. Great fascination surrounds advances of knowledge
about chimpanzees who learn human language or about the intri-

cate social system of ants. Well, the special study of children is no

less valuable, particularly when its observations and findings lead to
the design, implementation, and evaluation of interventions that.
enhance learning and development for each next generation.

Studies demonstrate, for example, the need for pedagogy to link a

-child's previous experience to the subject matter at hand.

Furthermore, researchers have found that even very young children
engage in complex thinking and problem-solving, a realization that
underscores the need to customize learning tasks to suit the learn-
er's experiences. Learner-centered education of this type requires an
understanding of and respect for children and their ways of know-
ing, however informal, that they bring with them to school. For this
reason, educators talk less today about whether the child is ready for
school and more about whether the school is ready for the child.
The school can't be ready if educators lack these valuable insights.

Schools jeopardize the education of children when educators disre-
gard the powerful effects of out-of-school influences. The impact on =
each child of, say, interaction with adults, television, and peers
affects learning and, in turn, should be considered in determining
teaching approaches. More graphically, the-out-of school experi-
ences of too many children, particularly those in depressed inner-
city and other poverty-ridden areas, often teach them of the mean-
inglessness and futility of schooling. Clearly, teaching approaches,
content selection, and content organization ought to consider these
stark influences. _
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A rich body of literature provides insights for educators who are
conversant with the findings. The needs, interests, and capabilities
of the young have long interested those faculty members in schools
of education who have led efforts to move the field from simplistic
views to deeper understanding of the thought processes of children.
The psychological, historical, sociological, and comparative perspec-
tives brought to the study of children's cognition forms a basis for
entirely new teaching applications. On-going studies in these areas
hold important implications for teaching and learning, although
substantial numbers of practicing educators remain unaware of the
findings. Similarly, studies of motivation and of the propensity of
individual children to learn in different ways hold promise of revital-
izing the life of our classrooms and schools.

In the first of Oregon State University’s
Professional Development School sites, consider-
able student improvements in mathematics have
already been demonstrated. In addition, class-
room teachers, intern teachers, and students have

Researchers in education schools have shed light, for instance, on
how youngsters can appear to be learning when, in fact, they're not.
This distinction between "faking it" and "knowing it," the issue of
what constitutes understanding on the part of learners, has emerged
as a crucial issue in teaching and learning. Prior to gaining this
insight, educators thought students in elementary schools were
learning better than they actually were. When students reached
junior and senior high school and the sheer volume of “memorized
stuff” overwhelmed their ability to pretend, it became all too appar-
ent that they didn't know or understand the material in the first
place. As aresult, educators familiar with this research are revising
their views about what it means for students to know subject matter.
Parroting the right answers was never enough, but many teachers
didn't recognize it. Now the importance of students' understanding
and making meaning in their own terms is clear.

Findings gained from research inform the work of many educators
on a number of such issues. For example:

*Research shows that young people's competence is better served by
learning a few things deeply and well, than by learning a wide vari-
ety of things superficially.

eStudents can greatly improve their effectiveness by learning to
manage their own learning, thinking, and problem solving, and
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research has shown how teachers can help them to do so.

eFurther work reveals not only how schooling can erode the learn-
ing potential of some groups of children, but how it can be
reshaped to enhance their learning as well.

eYoung people cannot use the knowledge they memorize in manag-
able packets of information. Knowledge takes hold better when it
evolves over long periods of time into coherent structures.
Teaching, then, must be refocused on fostering deep understanding
rather than just the memorization of facts and mechanical
procedures.

eWe often assume that most students have similar conceptions of a
given subject matter domain. In contrast, research shows that
students have startlingly different conceptions of the same domain.

*Young people don’t become good problem solvers because of -
innate ability or by learning general techniques they apply to all
types of problems. Instead, they learn distinct problem-solving
strategies for different knowledge domains (e.g., engineering vs.
economics), and these strategies can be effectively taught to
students.

This kind of contribution--providing educators with knowledge
about how children learn, how their individual development is influ-
enced by the different experiences of culture, race and class, and
how they understand and retain important ideas--must be central to
the mission of Tomorrow's Schools of Education. Educators' knowl-
edge of important content has to be wed to both understanding and
to skill in applying the pedagogy most appropriate for helping
youngsters acquire knowledge. If a teacher knows something, but
lacks an understanding of how best to teach it, then neither effectwe
teaching nor effective learning is apt to occur.

Special Knowledge About The Knowledge
Needs of Each Next Generation

Questions about what should be taught in school provoke con-
tentious debates, within and outside the Academy. Just look at the
furor over outcomes-based education, culturally-responsive peda-
gogy, and the new national history standards. Education schools
must clarify these c